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Do Test Scores Tell All the Story?
BY ADNAN SALHI

Perspective
Because I always came across high school students in advanced and college preparation classes who told me
they hated to read, I wanted to have answers to this phenomenon. Like many teachers, I wanted to do best
in my classes, and I wanted to instill the love of reading in every student who set foot in my classroom. I
decided to review the literature to look for answers, but I was disappointed with what I found. In my review
of the literature I did not come across any research or discussion that addressed this issue, even though my
classroom experience showed that it was not uncommon. Therefore, I decided to conduct this study to shed
some light on this topic that has intrigued me for a long time. This study focused on high school students
with exemplary academic records who said that they hate to read. This research attempted to answer several
questions: Why did some high achievers say they hated reading? When did their negative attitudes begin to
form and what caused them? What were the school-related and leisure reading practices of high achievers who
indicated disdain for reading?
Research shows that how much students read
depends on a variety of factors including their
interest in reading material, the way material is
presented to them, and the situational interest and
social interaction surrounding the reading acts
(Worthy, 2002). Research indicates that a positive
family literacy environment in early childhood contributes to students' high achievement (Scarborough,
1994). Moreover, family influence on the academic
performance of adolescents in high school has been
well documented (Steinberg, Lamborn, Dornbusch,
& Darling, 1992). Student socio-economic status
and family background significantly impact student
achievement too (Porter & Smithson, 2000). Additionally, direct and indirect parental involvement in
their children's education is an important variable in
the achievement of high school students (Shanahan
& Walberg, 1985; Rock & Ekstrom, 1991).
When such factors as family background, socio-economic status, and reading materials are controlled,
however, teachers are the most important determinants of student achievement (Darling-Hammond,
2000). In addition to positively influencing students'
academic achievement, highly effective teachers
increase students' motivation to read (Ivey, 2003).
Convincing evidence suggests that high quality
teachers not only impact increased learning outcomes, but are also key determinants for higher
student assessment results (Darling-Hammond &

Youngs, 2002; King Rice, 2003; Wayne & Youngs,
2003). Students learn more from better teachers as
documented by longitudinal studies emphasizing
the strong cumulative impact that effective teaching
has on student learning (Kain & Singleton, 1996;
Sanders & Horn, 1994). The findings of this study
confirmed previously known research findings that
indicate that teachers are the most determinant
factors in student achievement.
In addition to teacher quality, student motivation to
read and interest in reading play roles in students'
achievement. Students' interest in reading decreases
and their motivation to read diminishes as they
progress through schools (Ruddell & Unrau, 1997).
Research indicates that students' motivation to
read declines between grades 8 and 12 (Peterson,
Caverly, Nicholson, O'Neal, & Cusenbarry, 2000).
According to Wilhelm, Baker, & Dahube (2001), this
decline is due to the change in work expectations
and the nature of texts. Students' motivation to read,
however, increases if the students find the reading
materials interesting and relevant to them (Dorrell
& Carroll, 1981; Parrish & Atwood 1985).

In spite of the growing body of research identifying factors that seemingly foster positive student
attitudes and high academic achievement (Worthy,
1996), many such students state that they hate to
read. Many of these students are among the high
achievers who not only do well in school and on
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standardized tests, but also typically attend college.
This type of student has not been studied closely;
thus the need for research in this area is not yet well
conducted or documented. This study is a step in
documenting why some high achieving students say
they hate to read. Much more research in this direction needs to be taken and policies need to be made
based on scientific research findings in this hardly
touched upon area.

Methodology
A large high school in a metropolitan area in
Michigan provided the setting for the study, which
was designed to explore the reading journeys of
high school students who score high on tests but
say they hate to read. Prior to starting the formal
study, a pilot study was conducted in the same
school to determine its feasibility. The pilot study
helped establish methods of data collection and
allowed the researcher to become familiar with the
students and classroom teacher as well as establishing the students' familiarity with the researcher and
structuring more focused interview questions and
note-taking processes. His assignment was to teach
research and analysis to 12th graders. He had five
sections of the class each semester.

Participants
Students participating in this study (n=30) were
selected from 150 12th graders in advanced research
and analysis classes in an urban senior high school
(grades 9-12) in Michigan. One hundred fifty teachers instruct 2,465 students across grades 9-12. Selection of the seniors was for the purpose of providing
students' perspectives on their life-journeys with
reading from early childhood until 12th grade.
To control for teacher variables, study participants
were enrolled across five sections of a course taught
by the same teacher and they were selected on
the basis of three criteria. The first criterion was
the score on the reading portion of the Michigan
Education Assessment Program (MEAP) (2003) and
the American College Testing Program ACT (2003)
test. Out of a 32 total possible points on the reading sections, all participating students scored 24 or
higher on each of the two tests. The second criterion
included grade point averages (GPAs) of 3.5 or
higher. The third criterion was scoring in the negative range on the Rhody: Secondary Reading Attitude
Assessment scale (1980), which was administered
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to all 150 students in the 5 classes. In this survey,
students rated their attitudes toward reading on a
scale of 1 (Very Negative) to 5 (Very Positive). The
possible range of scores is 1 x 25 (25) to 5 x 25 (125).
All the participants scored totals less than 75 on the
survey. According to the author of the scale, a total of
75 or lower on this scale indicates a negative attitude
toward reading.
The teacher in whose classroom the research took
place held a doctorate degree in reading and language arts. He had taught in the school where the
research took place for 12 years and had 12 years of
teaching experience prior to teaching in this school.
His classroom offered a large and varied collection
of reading materials, all of which were available
for students to borrow if they chose to do so. Books
were displayed on shelves and rotating book racks
throughout the classroom. The concept of classroom
research was not foreign to him since he regularly
conducted his own action research studies. When
approached by the researcher, he welcomed the idea
of participation by him and his students and promised to make every effort to make it run smoothly.

Procedures and data sources
Two data sources were used in this study. The first
data source included interviews with the students.
Field observations were also conducted by the
author, allowing him to observe students in their
instructional setting. These observations served as a
second data source.

Student interviews
Before interviewing each of the participants in this
study, open-ended semi-structured interviews were
conducted with six students (3 males and 3 females)
in the same course during the semester prior to the
study. Students in this pilot group were selected
based on the same criteria as applied to the study
group. The students in the pilot group were asked
questions such as: "At this point of your life, how do
you define yourself as a reader?" "Does this definition apply to all the stages of your life?" "When did
you start noticing that you are the kind of reader
whom you say you are?" "You scored high on the
MEAP and ACT tests yet you say you hate to read.
How come and what helped you the most?" "Were
there any periods of your life when you loved to read?
If you say yes, who inspired that? If no, do you know
why that happened?" "Do you read anything that is
not part of reading for school? If so, please give some
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examples." "What are the activities that turn your
desire to read off or on?" This process helped determine which questions students would answer more
openly and clearly.
Focus questions ultimately asked of the participants
in this study concentrated on students' experiences
with reading during different stages of their lives:
preschool, K-elementary school, middle school,
and high school. In addition to asking students to
describe their experiences with reading, students
were asked to indicate their feelings about these
experiences. Interview questions were semistructured and were used as guides leading to
further follow-up questions as indicated by student
responses.

Field observations
Classroom observations were conducted in order
to triangulate data sources and to compare what
students said in their interviews with their class
performance. The 30 participants in this study
were observed in natural school settings, including the classroom, library, and computer research
lab. During these observations, the researcher
recorded notes about participants' engagement
with classroom assignments involving reading.
The level of students' engagement was determined
by the quality of the questions they asked during
instruction, the quality of answers they provided
when the teacher asked questions, the time they
spent on the reading tasks without digressing, and
their interest in the reading as demonstrated by
finishing the reading tasks. To maintain natural
classroom settings, notes from observations were
recorded immediately after each observation
ended. The immediate writing of observation notes
minimized the possibility of data loss or inaccurate
recall.

Data analysis
Throughout this study, data from classroom observations and students' interviews were analyzed using
the recursive constant comparative method (Strauss
& Corbin, 1990). Glaser and Strauss (1967) suggest
that comparing data segments is an integral part of
qualitative data analysis. This process, the "constant
comparison" method, includes the following steps:
comparing incidents applicable to each category,
integrating categories and their properties, delimiting the theory, and writing the theory.
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Two raters analyzed the data. The first set of data
from interviews and observations was coded and
initial categories emerged. These categories were:
1.

Early literacy experiences in early childhood (especially at home and in K-3 grades)
and the effects of these experiences on the
participants' reading lives.

2. Literacy experiences in 4 th -12 th grades
and the effects of these experiences on the
participants' reading lives.
These emerging categories helped inform additional
data collection as needed (Denzin & Lincoln, 2003).
As more data were collected and analyzed, common
recurring categories emerged. In addition to manual
categorization and analysis, data were also categorized and analyzed electronically using NUD*IST
software Revision 3.0.5d. The same categories
emerged in both the manual and electronic analyses.

Findings
According to the data collected in this study, two
major factors appeared to impact participants'
literacy experiences. These factors included:
1. Positive literacy experiences in early childhood (especially at home and in K-3 grades)
effected continued high achievements.

2. Negative literacy experiences in 4 th -12 th
grades effected negative attitudes toward
school readings.

Discussion
Positive family and K-3 literacy
experiences
As previous research on high achievers confirms,
these secondary school high achievers had positive
family literacy experiences in their early childhood
years. With the exception of two, all of the participants in this study attributed their high achievement to strong family support in reading. Family
members read to them, took them to the library, or
provided them with enriched reading environments
(Greaney & Hegarty, 1987). Specifically, reference
to the positive family influence focused consistently
on the mother as the source of their inspiration for
reading.
The two participants who indicated lack of literacy
support at home were from immigrant families who
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did not speak English well. Despite this language
barrier,.these families provided encouragement
for their children to become high achievers. These
two participants, along with 20 other participants,
emphasized positive reading experiences in kindergarten, first, second, and third grade. All of
the students in this study remembered the titles
of favorite books that they had read in their early
stages of reading acquisition.
Examples of positive family and early school literacy
experiences were revealed in every interview. Nina
(pseudonyms are used throughout) explained her
literacy experience in the family before going to
school, "My parents have been a big influence on me
when it comes to reading. They constantly read to me
every chance they had. Because of my parents, I have
learned to understand why reading is important."
Nina seemed to attribute her success in school to this
family experience. She continued,
In school, Mrs. Johnson used to always
pick me to read out loud to the class. I
used to love reading out loud to the class
because it made me feel smart. From 2nd
to 5 th grade my reading flourished tremendously. My parents would take me to the
library every weekend to pick out a bunch
of books to read over the week [emphasis is
from student]. I never enjoyed going to the
library, but when I started reading a book
my mom made sure I finished it. My mom
gave me the book Good Night Moon to read
and I never let it go.
It was clear from this student's body language and
intonation that she attributed her achievement to
her parents' positive influence, in general, and her
mom in particular. She also talked about her family
reading experience with broad smiles and emphasis
indicative of its importance.

In her interview, Krystal responded to the question
on what helped earn high grades in school by saying,
It all began at the age of 3. Every night
before I would go to bed, my mother would
read to me. No matter what time it was or
how busy she was, I always remember getting to read .... My favorite book that I can
remember was The Pokey Little Puppy. I
loved looking at the pictures and pretending that I could read all by myself."
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The significant role that her family played in her
academic achievement was clear when she said,
"It all began at the age of 3," and through further
explanation about how her mother read to her. Krystal also emphasized the influence of school-related
learning in her high achievement. She added,
When I entered kindergarten, I remember
learning how to read short sentences. We
used to have naptime. Every time before
we would take naps, the older kids in fifth
grade would come to our class and read to
us. In second and third grades, I remember
taking trips to the library and checking out
books. The types of books I remember were
Judy Brown [sic] and Amelia Bedelia and
others ... we used to have a program called
'Book It' where we would read a certain
number of books and receive a coupon and
an award from Pizza Hut. That was cool.
She shared her final words with a smile on her face,
as if she were reliving the experience and missing it.
Even though some researchers caution against the
use of such extrinsic motivations, 15 other students
in this study mentioned this program and how much
it motivated them to read at a young age. The nature
of the motivation fostered by this Pizza Hut program
was not, however, intrinsic in nature. This notion
of motivating readers extrinsically will be revisited
later in this study.
Ali, a student who came to the United States as
an immigrant and thought that his family did not
contribute to his achievement, said,
I entered kindergarten in America with
very limited knowledge of English. I
was tutored in English by several other
students who were as fluent in [my first
language] as they were fluent in English.
My parents did not know how to read
English, and they could not help me. They
took me to the neighboring library to
check out books. They made me read these
books to them, but I did not know how to
read well .... In third grade, I had a great
teacher who taught me how to read and
dramatically improved my English skills."
It is clear that this student's family did the best they
could to help their child succeed in his new surroundings. They did take him to the library and tried to
help him read, even though he did not view their
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Her enthusiasm indicates the impact of creating sensory images on readers and readers'
motivation to read. These students enjoyed
listening to the teacher or guest readers read
aloud. In addition to motivating students to
read, reading aloud offers additional documented benefits to students:

assistance as helpful. In response to a question about
what contributed to his high achievement in school,
he mentioned the name of his third-grade teacher.
This teacher's name was mentioned with gratitude
and admiration. He wanted to ensure that she was
given credit for his achievement. When asked to
provide examples of what this third-grade teacher
did, he only said that she helped him read a lot and
gave him lots of books to read. Like Krystal, this
student credited peer reading and peer tutoring at a
young age for his high achievement.

[A] meta-analysis of the research on
reading aloud to students in grades
kindergarten through 12 showed that
reading aloud contributes to gains
in reading comprehension, gains
in vocabulary scores [semantics],
and improved scores on sentence
structure and usage tests [syntax].
(Lesesne, 1996,p.246)

Positive literacy experiences
in preschool-third grade:
All students in this study mentioned some of the
same literacy activities favorably and further
explained that these activities encouraged them to
read. The "most liked" activities mentioned by all 30
students in this study included:
1.

3.

Silent Reading and Reading Groups: When
students talked about these activities, they
referred to being active participants in the
reading process. One student described this
clearly when she said, "I used to love when
we had silent reading or reading groups
because everyone would be reading, or we
would be reading together and discussing as
a group." Betts (1946) describes the benefits
of such reading activities by saying, "The
aim of silent reading is to get the thought;
the aim of oral reading [reading in groups],
to express it" (p. 513).

4.

Show-and-Tell Reading: In this activity,
students showed books that they had read
to the class and talked about them. One
student described this activity by saying,
"Show-and-tell a book was always a big hit.
We felt proud when other students asked
us more questions about our book or asked
us to borrow it so they could read it." This
oral retelling of books is very beneficial to
students because it serves as

Home-School Literacy Connections: One student described related experiences by saying,

In kindergarten we were to go to the
library and actually pick a book that
we would like to read. After reading
that book we would complete a report
with our parents at home. This was
exciting because I could go with my
brothers and sisters on a trip to the
library.
This comment highlights the power of choice
in one's motivation to read (Greenleaf, Schoenbach, Sziko, & Mueller, 2001) as well as the
importance of family literacy in students'
motivation to read.
2. Reading Circles: This approach was mentioned repeatedly by students and was
described simply as sitting in a circle around
an adult who read to them. One of the
students said, "Another activity that we had
in kindergarten was the 'Reading Circle.'
It was an activity that we had once a week
where a guest reader would come and read
us a book." Another student excitedly shared,
I loved the Reading Circle. It was
soothing to sit on the floor and listen
to our teacher reading from her high
chair in a voice that made the book
feel like a movie. We could not wait
for that activity to come.
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a reflection tool that requires readers to
organize information they have gleaned
from the text in order to provide a personalized summary. Students engaging in
retells must review all they know about
a text; select key points that reflect main
ideas; consider key events, problem, solution, character, and setting, then weave
the information into meaningful communication. (Hoyt, 1999, p. 39)
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5. Transacting With Text: This experience
allowed students to become actively engaged
with the reading materials through a variety
of means. One example of transacting with
texts was provided by a student when he
said, ''We would also draw pictures and
write things that would express the way we
felt about the book." The positive effects of
transaction (Rosenblatt, 1994) have been
widely accepted in the reading field.

Preferred books
in preschool-third grade
Students in this study consistently mentioned
specific books, book collections, and book types as
favorites experienced during their Preschool-third
grade reading journeys. Specific book titles included
The Rainbow Fish, Cinderella, Robin Hood, Charlotte's Web, Clifford: The Big Red Dog, Little Red
Riding Hood, Snow White and the Seven Dwarfs,
Good Night Moon, and The Pokey Little Puppy. Book
collections included: Dr. Seuss titles, Amelia Bedelia
titles, Nancy Drew titles, Boxcar Children titles,
Mickey Mouse titles, Teenage Mutant Ninja Turtles
titles, Sweet Valley High titles, Baby Sitters Club
titles, and Goosebumps titles. Last, book types noted
as favorites included mysteries, picture books, comic
books, rhyming books, books about dinosaurs, and
books about cars.

Negative literacy experiences
in 4th-12th grades
Mirroring the steady decline documented in students'
attitudes toward reading during middle school years
(McKenna, Ellsworth, & Kear, 1995), all participants
in this study emphasized that their lack of interest
in reading became evident in upper elementary or
in middle school grades. The reasons offered for this
shift included teachers' instructional approaches as
well as specific teacher behaviors and interactions.
Such teachers were described as simply "mean," or
focused only on "doing worksheets and answering
questions at the end of the reading." All participants
in this study expressed their dissatisfaction with
how teachers in middle and secondary schools teach.
One student elaborated, "The only thing teachers do
is talk and make us read. When teachers open their
mouths, I go to sleep." This student's comments are
supported by Bean's (2000) assertion that teachers
in middle and secondary schools typically resort to
more teacher-centered instruction. Also, classroom
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observations documented high levels of student
engagement in class discussions when reading materials were related to life and when the instruction
was more student-centered. One particular example
included a discussion about Chronicles of a Death
Foretold. Students were asked if the main character
deserved what happened to him or not. Resulting
discussion revealed that the participants actually
read the material because they repeatedly quoted
passages from the novel. Some of the participants
observed did not leave the classroom even after the
bell rang. They continued the discussion with the
teacher whose method of Socratic questioning challenged students to pose further questions, extending
their thinking, and interaction with one another.
One student described how he was discouraged from
reading in the fourth grade by saying,
From fourth grade through middle school
everything changed. I had to do many
reports on books like Hatchet or Huckleberry Finn. After that, I did not do much
reading. I only read the assigned readings
if I had to read them.
This student, as well as other students in this study,
wanted to make it clear that, regardless of the genre,
school readings were completed only out of necessity
rather than as a result of personal motivation.
Another student offered further insight into the issue
of assigned reading. She explained,
Now, in high school, I don't read books
anymore because I don't have time. In
ninth grade we had to read Romeo and
Juliet and the Odyssey. Also we had to
read To Kill A Mocking Bird in 10th grade.
Most of the stories that we had to read in
school are boring.
It is important to note the language used when
describing her reading experiences. She emphasized
lack of choice and referred to these readings by
saying had to read rather than read. She did not use
language indicating powerlessness when she talked
about reading completed in non-school activities.
For example, when responding to a question about
non-school related readings she said, "I do read
magazines like YM" and Teen People." Her tone of
voice was clearly different when she talked about her
personal reading choices. In the later case, emphasis
was clearly more positive, empowered, and engaged.
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These feelings echoed the lack of control and choice
that emerged as a dominant theme in these students'
interviews. Absence of these factors was highlighted
as an important reason for "hating" reading. This attitude is typical of what happens to upper elementary
and middle school students and continues often to
high school where the emphasis is on reading to learn.
As students experience numbers of readings across a
variety of subject areas and the demands of concept
loads and specialized vocabulary increase, the need
for reading instruction remains. Unfortunately, not
many content teachers integrate reading instruction
in their content areas or use instructional methods
that foster the love of reading among their students.
Because informational reading is highly emphasized
in middle and high schools, owning the reading task
is essential if students are to make sense of expository
text. Such ownership is created when students experience agency, the freedom to choose relevant material
and decide when and how to read it (Greenleaf,
Schoenbach, Sziko, & Mueller, 2001).

Do these high achievers read
for school even though they
"hate to read"?
When the students in this study were asked whether
or not they read school assignments, they said they
did not. The students explained their lack of reading
assigned materials by saying that the assignments
were boring and busy work. They also questioned
the value of reading what teachers asked them to
read. They said they would never use it in their lives.
When students actively engage in reading exercises,
they reported that their willingness resulted from
interesting instructional methods.
Classroom observations documented instances when
students in this study read in class. They read when
the teacher conducted a class that allowed for students' input or discussion (Ivey, 2003; Salhi, 2004).
For example, when the class was assigned to read
"The Fall Of The House Of Usher" by Edgar Allen
Poe prior to attending class, interviews and classroom observations showed that 28 of the students
across the five class sections observed in this study
did not read the story before arriving and 2 read
parts of it. The teacher, who taught the same text
in the five sections, began a classroom discussion
asking whether or not the narrator in the story was
credible. Students quickly hypothesized and engaged
in critical dialogue about the answer to this ques-
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tion. When students differed in their opinions, they
began searching for evidence to support their stance
within the text at hand. Students in this study
were observed scanning the story, reading, forming
opinions, and participating in the discussion. The
entire class was actively engaged in the discussion.
When the teacher did not favor any of the viewpoints
presented and indicated that the discussion would
continue on the following day, many students stated
that they would reread the story before attending
class in order to add further support for their points
of views. This teacher was, according to John Dewey
(1916), tapping into students' natural curiosity and
stimulating both learning and critical thinking.
Dewey wrote, "Only by wrestling with the conditions
of the problem at first hand, seeking and finding its
own w~y out, does [the student] think" (p.188).
During one particular classroom observation, class
members were asked to divide themselves into
groups of three to five. They understood that groups
would read novels of their own choice provided that
the group agreed upon reading the same novel. While
five asked the -teacher to provide them with novels to
read, 25 of the 30 participants in this study engaged
in reading novels that they chose. Their teacher
asked student groups to decide upon novel selections
published within the previous 2 years. Time would
be provided to read in class, after which time would
be provided to talk in groups about what they read.
When the groups finished reading and discussing
their novels, they would be charged with crafting an
analytical presentation about its content to the class.
The focus of the presentation was to recommend
whether or not their novel was worthy of reading and
provide reasons for their recommendations. None
of the groups chose to read novels available in the
school library or provided by the teacher. Most of the
groups went to a local bookstore and purchased their
own novels. Those who did not buy books asked the
teacher to provide them with novels of the teacher's
choice, and he did.

Do these secondary school high
achievers read for leisure even though
they "hate to read"?
According to the data sources analyzed in this study,
half of the participants in this study read for leisure
and half did not. Ironically, most participants associated reading with school-related tasks and did not
think of out-of-school reading as "reading" until they
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discussed this in relationship to interview questions
posed to them by the researcher in this study. Those
who indicated they did not read anything on their
own said that they would rather watch TV or talk
on the phone than engage in reading. One student
stated this preference explicitly, "Think about, if you
had a chance to choose between reading and watching TV or playing, what would you do?"
Among those who said they did read on their own,
one student explained, "This year I read books about
Martin Luther King and Malcolm X. I enjoy reading
books about human struggle." When she was asked
later what she meant by the term human struggle,
she explained that she enjoyed books dealing with
human strife for political freedom because she could
relate to such a quest. She further commented that
she hated school social studies books because they
are "full of lies about human experiences."

Conclusions
This study found that negative literacy experiences
in 4 th - 12 th grades led to negative attitudes toward
reading in school. Students' attitudes toward reading
were negatively affected by the absence of motivational reading strategies that they experienced at
home and during their pre-school and elementary
grades. They wished that teachers in upper elementary through 12 th -grade classrooms focused upon
readings that were more interesting and relevant
to them. Additionally, they yearned for teachers
who employed reading aloud, reading circles, and
sustained silent reading because such strategies kept
them engaged and active as readers. This finding
supports literature indicating that students' motivation to read declines sharply in upper elementary
and middle school (McKenna, Ellsworth, & Kear,
1995). Additionally, curriculum requirements may
impact students' interests in reading. Investigating
how and if students relate to what they read directly
impacts their attitudes toward reading (Worthy,
Moorman, & Turner, 1999).
Although other studies have provided evidence
that early positive literacy experiences lead to later
academic success, this study suggests that positive
early literacy experiences may impact students' attitudes toward reading. Further, this study provides
evidence that later literacy experiences and attitudes
toward reading may be affected by multiple factors
(Smith, 1986).
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This research study found that students developed
positive attitudes toward reading when teachers
used effective reading strategies and approaches to
reading. Particular approaches included the use of
reading circles, reading aloud, and sustained silent
reading. Students also demonstrated a positive
attitude toward reading when the materials they
read were interesting, relevant, and accessible.
Additionally, students' choice of text resulted in
positive perception about the reading experience
especially beyond the elementary level. Factors that
may influence later attitudes toward reading are
the literacy environments to which students have
been exposed and their experiences with particular
teachers and instructional approaches. Moreover,
reading attitudes are impacted by whether or not
students are allowed to choose what they read and
whether reading choice is aligned with their interests (Daniels, 1994). While meaningful early literacy
experiences do not guarantee lasting positive attitudes toward reading, this study suggests that later
negative attitudes toward school readings can be
improved with various effective teaching approaches.
The teacher in this study implemented effective
reading strategies that engaged his students in
the reading task. He modeled reading and created
classroom environments conducive to reading by
providing choices, giving students time to read, and
building a classroom library-practices aligned with
the North Central Regional Educational Laboratory's
recommendation (Young, 2001). This study highlighted the great need for teachers who are better
prepared to teach reading. This need is especially
significant at the middle and secondary school levels.

Implications
With trends indicating sharp, steady declines in adolescent and adult reading (National Endowment for
the Arts, 2004), more research is needed to identify
the factors contributing to this rapidly spreading
phenomenon. More importantly educators must find
ways to encourage students as readers and foster
the importance of reading as an essential element
in life-long learning. As indicated in this study, the
majority of the resistant high school high achievers
who said they hated "school reading" actually read
actively and strategically in school when they were
challenged to engage in critical literacy tasks related
to the texts being explored. The teacher in this
study succeeded in luring his students to read by
using student-centered approaches, empowering the
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students, and giving them a sense of agency and a
purpose for which to read. Further research is necessary in order to explore the particulars of how high
achieving students are better motivated to engage
in the reading process. As such research agendas
extend this study, seeking answers to this question
can potentially offer important direction for teachers,
parents, and policymakers in years to come.
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